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- Educators have identified teacher inservice training as

-

one of their)role expectancies for school psychologists. ‘The ) '
5 - question that natgrally arises is: "On what mean1ngfu1 toplcs E
. are school psychologists and other special personnel really

qualdfied to provide‘inservice tnaining for educators?" It

was a questlon such as th1s that faced the pupil personnel

sta f in Iowa City aoout three years ago when they receryed a .-

— : o N
r?“*”~;_-mrederal grant;wrth whlch to‘d’Vélop teachér inservice materlals.

(4

After a thorough survey, it was dec1ded that there was very

11tt1e v1sua1 material avallable for use in tra1n1ng teachers
-1

to apply behavxoral prlnéLples in thej;regular school sett1ng

as they were 1nteract1ng with the so—called "normal” child.

-

Madsen and Madsen of Florida State University have done exten~

sive teacher*inservice training‘in this‘area and have used lim~ | ..
Lted v1sua1 materials in the. form of Vldeotapes.\ In the Spring' o
of 1971, Wlth the consultatlon of Madsen and Madsen, the Iowa

City Communlty Schools began the production of a set of - 16mm.
' b

) color films to be used in conjunction w1th a book wr1tten by
. ) - .
f the Madsens and publlshed by Allyn and Bacon, entltled Teachlng/ R

) Discipline} A Positive Approach to qucatlonal Plannlng.
' While the Madsens are known as behavior modifiers, their
.approach differs somewhat from other behavior modification

. proponents. One of their strong thrusts is an emphasis on the -

dichotomy between values and techniques. During wdrkshops con-
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ducted by the Madsens, the participants spend time'aﬁalyziqg
N > : v -

the social énd-academic values thag they individually want. to .

teach. After the educator had stéted in behaviora; terms the

Y

B .
value to be taught, he or she is shown how to apply the behav-

iora17technique. This is presented visually in the form of the

’ \

Values-Techniques Dichotomy Chaftﬁ(Figure_l). The values, pos-

, iﬁive or negative, are identified; then the behavioral tech-

¥

1 -

niques of .pinpcinti.y, : co-ding, consequating, and evaluating
are contrasted with nua-rteha ioral techniques, which are non-
observable, non-measurable, non-determined, non-explainable.

As the Madsens themselves put ith;"When one follows non=behav-

ioral techriques, he tends to hope‘é lot."

A~

The heart of the Madsen observation system is built on the

‘ two-by-two contingency tabie/TFE;ure 2). They éxpress the be-

lief that the teacher has two means of influencing student be-
havior--approval or disapproval to the student's social or aca-

demic behavior. - fhey use symbols to represent each of these

: catégories—-approval to appfopriéte social Behavior, approval to
PR . » . : N . 7/ .
appropriate academic behavior, disapproval to inappropriate social '

behavior, and disapproval to, inappropriate academic behavior. A -

coﬁtingent relationship is established,(so that if the student be-
haées abpropri#te;y he will receive an approval in some form and
if‘pe be@§ves inapp;opriately‘he will receiQe a/gisappfoval in
some form?x in addition;‘the'MadsenS'have identified mistakes of -

' reinforcement in each one of these categories and indicate them

by'the same'symbols circled.
When asked, over 99% of 5,686 educators indicated to the

Madsens their strong conviction that teachefs should encourage

LI
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a positive classroom environment. Ninty-seven percent (97%)

'of them agreed that a strong indicator of a positive .class~r

+

room environment would be that more approving than disapproving ~

etatements were made by the teacher. In actual practibe, how-
/

ever, when trained observers went into classrooms, it was re-
pcrted that 95% of 2,574 teachers dispensed more disapproval
than approval fcr academic behav1or. To facilitate the col~-
lection of sucly data on ceacher 1nterat+10n, the Madsens de-
veloped several relatively easy-to-use observation forms. If
onlylthe on—tash/off~task behavior of an individual student is
AN

to be observed, Student Observation Form\p ig used (Figure 3)A

This form 1s set up for the observe-recording 1ntervals, and

-

bt “—‘/c»f
)

“in each record interval there are symbols to be marked--su

rad
‘as the plus s1gn (+) "for student an~ta§k behav1or, "N" for

nomseloff task, "M" for motor off~ ta§k and "0" for passive

/ -

'off~Lask. If the teacher's comment and its effect on the

dn~task/off -task behavior of the entire class aze to be ob—

‘served, then the "Group On-task, Off—task Teacher Response

Form H (Figure 4) is the one that's used. .The symbols repre-

sent the eight categories of teacher-responses: As for ap-

v

' proval—soc1a1, approval of . appropriate social behaVior, Aa

 for approval of appropriate academic beha"1or, Ds for disap-

proval of inappropriate soc1a1 behavior; and Da for disapproval-

of inappropriate &cademic behavibr, and the same symbol% circled

/ \.
to.stand for mistakes of reinforc cement.  Tn addition, it each

interval there is space for recording the total number of
SN

.students off-task during the preceeding observatipn interval.

~1
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The fact that the Madsens advocate giving some disépproual,
roughly a 4-to-1 ratio of ‘approval to disapproval, ‘makes this

1

approach more attractlve to teachers.

_ To provlde a knowledge base fcr teacher-obserVatlona]
Skllls, the Iowa C1ty School Dlstrlct has produced a set of .
'51x (6) films which will be available early in the 1975 cal-
endar_§ear (Figure 5) The first fllm, ent1tled "Des1re
Versus Behav1or", is approx1mate1y 30 m1nutes in length. 1In
th1s film Dr.'s Charles and Clifford Madsen discuss the dis-
parlty between one's belief (bellevlno one should be pos1t1ve
in asclassroom) versus one's behav1or éwhat one actually does

as, far as the dlspens1ng of approvals and disapprovals). The

Sccond fllm, "Values Versus Techniques," is a?pgox1mately 40

_Zlmlnutes~1n length. In‘thIS‘fllm a clas§room scene 1s used ,(

to illustrate behavioral techniques once a value has been

determ1ned by the educator. Thé/third fllm: "Con§equences of -
Behav1or, is approx1mately 60 minutes in ‘length. In it are ’
shown examples of/approvals'and disapprovals used by educators
and an explanation of the two-by- two contlngency table which I
went over briefly W1th you show1ng how to set up a contingent
relationship between behav1o and its consequences. The fourth .
. film,_"Approval? Disapproval?v" is approximately 30 minutes in

;

length and shows one teacher illustrating_the use of approval
. . | .

[y

and disapproval in his interactions on both the primary and
secondary levels. The fifth film is divided into three parts.
It is actually three separate films which can be used separately.

The first part, "Recording Student Behavior," is about 25 minutes

o



\\ | . FI GURE 5

~. -
. | | “\\\"\ o \‘
. Desire vs, Be;)'a\_!\i\dr. = -30‘-Mindfes |
. Valugs vs Techniques . . . 40 Minufes
. Consequences of""Behlvior | o 60 'Mimjtes;
. Approyal ? Disapproval ? ' 30‘Mintjtes‘\ ,

. Recording Glassroom Behavior . ‘
- Part 1. Recciding Student Behavior 25 Minutes
Eart 2. Recording Teacher Behavior 30 Minutes’

Part 3.~Recording Student/ Teacher ,
: " “Interaction 40 Minutes

Choice of Reinforcer o “ 40 Minutes

|
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. 1in length and is a very programmed film teachlng the use of .

the obsexvatlon form to record on-task beéhavior of an 1nd1—
Ty

v1dua1 student.”- In thj;;fllm the ohserver looks .at one stu-

dent at a me, records his behavior, and then is given .

_feedback as to what behavior should have been recorded The .
second film under this section 1s "Recordlng Teacher Behav1or
and is about 30 minutes in length. This £ilm teaches the usé
CZ) of the form to record the teacher's social and academic ap-
provals and disapprovals. The observer observes only ‘the -
teﬁcher's behavior and‘folloWS'the‘same‘format: observe,.‘
record and recelve feedback on what should have been recorded
Thls 1s another velry programmed fllm teachlng the observat10na1
skill of recordlng only theyteacher hehaV1or. The ‘third £ilm,
entltled “Recordlng Student/&eacher Interactlon," is about 40 L
mlnut s in length and teaches the use of the observatlon form
to record both student and teacher "interaction s1multaneously. \

In this film, again very programmed, thé| observer looks at the

Y teachel\and counts kh number of students that are off task, .-

. D
records them, and recelves feedback as to what should have ép

\fl
recorded. The sixth fllm ‘entitled "Cthce of Reinforcers;" :
\

is approximately 40 mlnutes in length. |In this film the
Drs. Madsen discuss vario%s types of po;ential reinforcers,f

and at the end of the film an actual token economy system is
shown in practice. The teabher describes how he set up a ‘
tohen oystem and hOE‘lE opergtes. * " _
: Today, we are going tofglve you a brief look at the third
- in this seriés of films, whex the principles of sett1ng up a

v »
~
t

Qo - - ’ 10




contingent relationship between behavior and consequences is

taught. You'll see eﬁamples-of.approva197~disapprovals, and

<

. mistaKes of relnforcement._ This, by the way, is the first

——

public showing of this fllm. (Film) . a

T ———— . )
iTo evaluvate the effectiveness of this technique for in-
1. ’ ’ i . . .
serviceltraining, we used the film ?ontent in videotape for-
R . . ' : — ..
mat for a couple of years to trcin educators. The procedures

/
whlch we used and some of the data that we collected w1ll be
I t

- ’

_‘dmscusSQG in detail in Secti\? One. Brlefly stated (Flgure '6)

A proV1ded the . workshop w 1th\the idea thac we could 1ncrease .

,/

the knowledge base or ‘the teacher, 11crease his or her n er

=

e

of approvals for appropriate student_behav1or and decrease| .
\ A R

\ S - N - .

' number of disapprovals for'inapptopriate'behavior. In turp,

[

we 1nvest1gated the effect the /changing the teacher;s be— '

-havior had upon the students in the form of a decrease in the

student's off-task behavior and 1ncrnase in -the students

self-esteem and academic ach;evement. The overall goal was
to produce a happier learnihg environment. We have data to
. 2 N | ) ' '

"show what happened as far as each of these categories is

<

concerned. ' Caet "
N ’ \
\

I realize that this has Beek a Very‘}asid presentation.

¥ N * ’ ‘ . .\ .‘ . )

If you're interested in the.detalﬁ? of the inservice program, ™~
I1'd welcome the opportunity to talk\yith you following the

section meetings. >
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- — ‘{ An efficient way to elicit and maintain improved student ’ « -7
Tl s S - ' , ) . N
behavier is through teacher training. If -a teacher can requ- LT

. v . ) . N
1arly\apply a few basic piinciples,fa positiﬁe classroom cli=- Ty TN
p . o RE . ; A T

maEe can be established,,maximizing the chances for academic

= _ 7 ga’n and so;1al orowth and Jinimizing the chances for behavior

- v - -

™

fo,problems.c It is. a ehmed that: behavxor 1s learned and can .
L v ’ .

\ -

_ v ~ ‘theyefore be modified by the clacsxoon ‘teacher applylﬂg apz

propriate behavioral consequences. In- shoxt?'we fee I‘tﬁat'ﬂw—‘ .
.- : .- ¢ e <~
modifying student behavicr is easiest.wnen teachers are able T

. N\ - B

- : fp . 7. e .
| "~ to create a particular classroom env1ronment and to”apply -

4 M -

~ the techniques to be des"riofd/,/mhelefore, the intial job

L]

o

for~thehconsultant hoplng to change student behavior is fo _ o
’ modjfy teacher behavior. : P = S

The general model we work from is designed to deal with ’ _‘ T
- ) “,téacher and student behavior in a more Qr less stapdard
" 4

-_élassroom situation. ' It borrows falrly heav1ly from the work

- .
|

of Madsen and Madsen. The modegl is represented by- the stan-
R ¢ dard, contlngency table pictured 1n-F1gureﬁl showind student
behav1or‘ both academlg and social, and teacher responses to
the etddent'beiné either on or_off;taskn
"On-task" and "Off-task" must necesserily be defined
witnin an epo;opriate context. On:taék o off~task’ social
benavior is dependent upon” the teacher'e/standards and rules.

for the classroom, so he or she has much more control here
: s

’

.
LR

| |
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Cl ASSROOM CONTINGENCY TABLE.
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oKy

than over academic on-task and off-task behavior. For exam-
ple, calling out an answer might be considered off~-task in

one classrpom but qot in another, depending on the teacher's

2

standards. P

So, what occurs is that a child's behavior is on-task

+ §

or off-task, and is followed by the teacher's behavior, or -

Lt . . } R
response, of approval or disapproval. Approvals may be sub-

tlé:;such>as a glance or a sl;ght smile; or they may be qulte
overt‘and olreCt~—a hug, or a ioud exclamatlon of\éellght
Approvals can be 1ntang¢hleZ—such as a pos1t1ve remark; or
tanglole——as is the case with tokens, Mme&M S, and so/forth
An -approval can be the opportunlty to do an activity that
thL child llkes, the po‘smbllltles are vast. Likewise, dis-
approvals may include glances; snide remarks, ph&sical pun-
ishment, and so forth.

- According to the modeli, whether or not the student is
off-task or on-task.is 1nFluenced over time by the teacher's
response to the chlld's behavior. Behav1or that is approved
will be repeated or increased, and pehavior that is disap—
proved will be decreased.

Within each section of the tablei teacher responses to
both academic and social child pehavior are shown. For ex-
amp;e, in thel"teaoher approval for'on-task behavior" segment,
we see AA for acade@io approvaltand AS for social‘approval and,

similarly, DA and DS in the segment dealing with "teacher dis-

aoproval for off-task behaviox.

» 16
v R - . N




Definitions of academic and sociai behavior are‘fairiy
| . . . :
strai%htfforward. For most on-task behaviors in the acade ic
reaim the child gives a correct'answer3(2 % 2 = 4), while for
off -task academlc.behaV1or a wrong answer is given. Social

behav1or is essentlally everything else; thatxls, the way the h

~‘Chl*d works, the way he approaches a task, or the way he acts

« . A .
in general; Essenqgally we're talking about the work as such

thh the academlc .category versus the way things are done

\\<; s w1Lh the social category.

«.‘

The capitaliletters in the contingency table indicate_
that -the action'by the teacher ié correct: p:oviding approval
for on-task social or acadenic behavior and disapproval for
off-task social or academic behavior. . It's'the equivaient of .
saylng, as Madsen and Madsen do, “If you do qood things, good
thlngs will happen to you; and 1f you do bad thlngs, bad things
will happen to you."

The lower-case letters in the off- dlagonal boxes repre—
:sent relnforcement mlstakes. glVlng approval for off task ,
_behavior or disapproval for ‘on-task behavior. Ot course, our
‘focus in~teacher~traininé is to maximize appropriate actions
by the teachers&and-to minimize errors in reinforcement.

Prerious research, rnoluding our owp4/has demonstrated
that most teaoher behavior towards students can be classified
as either academic approval (that is, positive reinforcement s
for correct school worh) or as social disapproval (punishment

for ru1e~violating.behavior)."@hus, the untrained teacher

tends to tell the child either that his answer is ri§ht or

Q . 17




that his behavior is bad.

We have all seen children who work for attentlon, re-
‘gardless of the type. What happens so often, then, is that
the typlﬁal teacher,s behavior suégests'to the'child that-
attentlon is received e1ther for being smart or for belng

bad. The not-too-far—fetched corollary is: not everyone

_caq{be smart, but everyone can be bad. Therefore, in some
sense, teaohers tyoicaliy oromote off-task behavior.

Tsat is, essentlally the framework. A Gouple ,0of common .
ruies from classroom behav1or management lore\are 1mp11ed

One rule is: . "Catch the "child being good® or

the positive." In other words, start éiving more approval

when the ohild,is on-task. Another rule is: ﬂIgnore bad
* A . / . . * ,
or off~-task behavior, when you can." A more or less arbi-

|

trary goal of four approvals . to one disapproval is suggeste@
t - , ) |

. by Madsén and Madsen.
A plcture of the approach we're u51ng is shown in
Flguré 2, Obviously, the workshog muet,flrs; have an impact
lon the teachers. If_onelis succe;sfu%; the teachers acquire, .
at a minimum, more kﬂowledge, often ﬁeasured wirh a ore—test/ ‘{

. post-test criterion. It seems fairly clear from our work and
. !

‘the work of others’that siynificant gains in'khowledgetoccur
aImoet invariably. But thdt's not the payoff. ' We want to
produce more than mere abi} ty to respond correctly on a’
knowledée test. _? , - ‘ . : &J
l A majorlgoal of our workshop is to see in the classroom .

more teacher approval, less teacher\glsapproval, and- fewer

Xj;BJk;'. : | . : ljs ;3ﬂf; )
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errors offreinforcement. Appropriate teacher behavior is

supposed to haye an impact on the child, taking the form of
_more On—task benav1or and ultimately resulting, accordlng to

\

the theory, in higher achlevement and, hence, enhanced self~ N

“ \

'esteem and improved school attltude. We have attempted to |
evaluate the various steps in this model.of the sequence of
'workshop'delivery,/using the available standard measures at

O

some points and az some points developing measures of our
own. But for tée present, let us .focus on the step between

workshop compl tlon and changed teacher behavlor. More spe-

- N T

!
i

c1f1cally,\we/want to discuss developlng efficient use by
teéachers of//

pproval. and disapproval.

/
In th course of presentlng varlous 1nserV1ce workshops

and then /going into the classrooms to check the effects, it.
appeared to us that the in- class consultatlon process was a

: n changlng teacher behavior and not just knowledge .
gained from the workshop.- So we decided to look at the effect

,oz/teacher behavior of giving our workshop both w1th and with-
out repeated feedback -to te%chers from a v1s1t1ng~consultant ‘

/and to compare those two groups with a control group whose

T &
. - - * % s
7 teachers had no workshop. | ig
’ // To test our ability to produce teacher—change, we se-
-/ : R ‘
' .lected an elementary school in a Mldwestern college town of \

_about 3,000 population. None of us was employed by, the school
’ 1,

N

, in this town, nor had we been 1nv1ted.to provide inservice

[}
YA . training. It was a school in which we had done and continue

o

to do variousﬁkinds of‘research. The initial attitude of the

-
+
w

RYad]
.
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you ‘might imagine. In light of the situation, the results

~were avallable to the teachers. And obV1ously it would -be

N

N

eteachers was one ot not-terrlbly-enthu ed acqulescence. At

flrst, many of them thought we were doing an unannounced ac~ ’

countablllty study, and they reacted to that about the way

we got could likely be repllcated in many places--partlcularly

|
flf exp11c1t kinds of relnforcement, such as course credit, /

f c .
easier if the teachers had formed a deslre for the 1nserV1ce’
/

pro;ect rather than hav1ng‘1t foisted upon thnen. ,

As it happens, there‘are‘five érades in this school, l \\
with three teachers at each grade. One teacher per grade 4
was ass1gned to each of the three condltlons, with the groups
matched on teacher age and years of experlewce. Teachens in -
the first condltlon recelved the workshop with repeated Feed--
back from the consultant. Teachers in the second condltl/n
‘receidéd the Workshop alone Without feedback, and teachers
in the'qhird condition (contrpl group) receiyed no worksﬁoo
at all. Weekly half-hour classroom observations by tra#ned -

- . - ' . I -
observers were made of all teachers in all three conditions.

The overall reiiability between'observers Qas in the ’id ,Zb's

for teacher behavior and the .90's for child behaV1or7
Thgﬂwrrkshop was of the type oftcn used in bnhav1oral

inservice training. There were four hours of video tapes in

which the Madsen & Madsen material was presented, learning\ P

exercises of various-types,'and discussions The/workshop

was very wellfreceiyed by participantss Feedback consisted

of the teacher consultant going into each classroom -and

91
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4

talkﬁng with the teacher about the. observations made in his/_ = -°

. herwclaSsroom the previous week. Graphs of the teacher's . o
approval/disapproval ratio were shown, sﬁggestions were of-
fered, -and in general whatecer seemed appropriate to encou-
rage and reinforce that partlcular teacher was done.

Probably the most changeworthy thing that the typlcal
untralned teacher does is_ dlspense a great dezl of soc1al
¥ dlsapproval. Figure 3 presTnts'the percentage of social
xapproval‘given by the three gronps. There aré\five teachers
" for each point, one from each grade lerel. The weeks of the
studg run,along the bottom. The-vertical'dashed line at the.
" seventh week ls spring vacation; although school was in ses-
L . sion for weeks 6 and 8, we d1dn t observe in the classroom,

3

malnly because of the\chaos and confuslon expected durlng :.
these weeks. The first point is the basellne or pre-workshop
p01nt, and "W" indicates the p01nt at Wthh the" workshOp
gccurred. The flve.nqmbered feedhack p01nts are the places
" .in the time sequence where‘the workshop with feedbach group. «
.received their feedback visits. '

'We note, first, that all of the groups, but especially

the feedback group,-start low in social approval. At the

I

7““““‘4‘~-\baselrne p01nt, no social approval is glven by the feédback

——

group and only 20% or so is ‘given by -the. other two groups.

As was mentlonéd this 1s typical of most classrooms we 've
seen. After the workshop is completed the two groups receiving

the workshop show a rise 1n soc1al approval followed by a drop; ’,

by the second week it seems pretty dlfflcult to argue that the

- )
.
!

»

N
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three groups"are different. The first feedback visit, F1, ' )
occurs between the second and third week, apdsthere is a }
marked increase‘of spcial approval in'the feedback group;

at no point after that is social approval lower than in -

-

the other .groups. The feedback group is, in fact, the only

“{

group that ever rlses to as much as 50% approval,ol e., weeks !

. . 1n§wh1ch as much or rore approval is g1ven than disapproval.
- l In the v1c1n1ty of weeks 3,\4, and 5 we see what we call
the "spring doldrums effect," with what looks like a drop in

. social approval across all three groups as sprlngghreak ap- ) ;_

- - " proaches. &all groups, hpwever;~rkse afgergspring break‘as i

school again becories n?rmalized; . ; \\_ L e o
.« "The next‘graphs (Figures 4[5,6)'show the\humher of ‘social

approvals and dlsapprovals in another way . For 1nstance, 1t'
N ' can be seen with the control group (Flgure.4) that there/ls a
great amount of dlsapproyal_compared to,approvalé:and the
workshop only‘(Figure 5) group is discouragingly-similar. \
“Figure 6 shows the feedback group, and it can be seen that
approvals become more frequent than disapprovals—-a kind of
crossouer effect. What is observed,importaﬁtly, is the re-
duction in“disappro;als. Thefr}sejin,socialuapprovaltcaN"‘“‘”*“_””‘
7possib1y~be producecﬂuithithe workshop alone, but<the social
- disapprovals’ decrease..as well. '
e ,- Therefore, it seems a workshop alone is not as eﬁfective

. in producing teacher change as a workshop w1th prov151on for

regular feedback and additional information.

2- ' ‘ 24
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- ify the teachers and the teachers modify the kids. We call

A2) Aﬁother‘important feature of feedback may be showing the.

I . . . .
Lt this point, we don't know exactly what is effective
" ~

about the feedback. However, it is likeiy\aie a combi- — =
nation of several things. (1) It méy be tha;\;:j;;;\;;;g:\\\\\
body consult, reinforce, and give feedback works simply by

keeping the teachers doing what tﬁe workshop has suggested .

should be done. Cver a course of time the children will re~

spbnd positively £o éhe £éaé£er chénge, producing a situation

in which the childrenfé new behavior then reinforces the

. \ :.‘- .
.teacher. At that point the changes become self-perpetuating.

and the consultant is not necessary. In a way, we feel that
in all effective behavior nidification projects the kids. mod-

-

this the Benign Circle, as opposed to the Vicicus Circle.

teachers their own data. In other words, showin? them graph-
ically how they really are handling things and where they're

making mistakes. We find that teachers are quite surprised

. at how disapproving they are observed to be. (3) It may be

that an important aspect of giving feedback is its therapeutic

,vdlue; i.e. the teachers express the idea that "It's nice to

hévé somebody come around and show an interest." (4) Finaily,
it{ may be that the person wno is proviéing the feedback simply
makes the point -that i§ often made usiﬂg the teacher's own
data: that disapprovals‘are important and they are overwhelm-
;ngly prevalent. If that is what accounts for the chénge, the
need for using each teacher's personal data is reduced. The

point could be made in the workshop itself with the figures

28 -
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you ve just seen, and that mlght be enough.

- In any event, there appears to be something in the fneﬁ S
back condition that works, and we’ re beglnnlng to feel that | ‘
seeing the.graphs of their own-hehavior and realizing‘the |

effects of disapprovals'have a powerful impact on teachers.

-

Now, a word about some other effects we've observed.
As we mentloned preu;ouslj, our research and the research £ F

P e Y

others has. domonstrated fhat most’ teacher behaV1or toward

_students is class1f1ed as academlc approval or as social

.

disapproval. Research of various kinds. has also suggest

x
" s

that elementary school teachers are more approving towar

female students and more disapproving teward males“\ It is

also widely held‘that rmore boys than girls display beha,lor
~ and learning problems. Since the first rules civen to t -

.teachers in this partlcular kind of model are "Catch the

child being good" and "Ignore bad Bk vior," one might |de- ' ,
veloo, as we did, the hypothesis that the'children'caufht

being good would-be girls and that the children ignored

" would be boys. ‘ L

AN I
. As we look at the initilal responses cf teachers Fo the

workshop experlence we've been. talklng about,; they dg seem

to do'what we've hypotheslzed. That is, after tra1n ng they
/ - .

direqt even .more approval to girls and to boys witho t, beha- : /

vior problems. The disapproval that remains after the work- //

shop experience is given selectlvely to hyperactlve or be-

iy /
havior-problem boys. In fact, our studies suggest ﬁhat such ///

’

.
a hyperactive boy may get almost all of thie d1sapp7ovals that

29 |
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A




11

even the tralned teacher drspenses. if these data hold up,
they suggest among other thlngs -that our work as consultants
should include a second stage 1n ‘which specific attentlon is

given to. the kind of chlld who 1s left with,the dlsapprovals.

<
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Early in the course of our research, before it became

evide nt that we could indeed produce s1gn1f1cant increases . .
in on—task behav1or of students by changlng teacher behav1or, ‘
we asked ourselves th1s questlon. "If we cannot demonstrate
,any change in the classroom by obserV1ng the children, can
. we at least flnd out if the kids not1ced that the. teachers
behavior had changed, even if the1r own had not?" We won-
dered if our -intervention might affect thé children in more
subtle waysﬂ—perhaps in how they saw themselves as students N
and how.they felt about the classroom experience in general.

~ The next“logical Question was: How would we measure . |
this? At that point, we decided simply to ask the children ' - ‘
to respond to a series of direct,‘yet non—threatenlng ques; |

tions about the teacher behaviors we were trying to modify

|
l

and the change in classroom atmosphere we were attempt1ng .

\to produce. Thus, the orlglnal goal of the Teacher Approval—
Disaoproval Scale, or TADS, was to see if we were gett;nq - 1
from teacher behavior to child impact (Figure 1). The test I
was designed to conform with behavioral prlnc;ples and re-‘

] search findings.. Items were wrltten to tap the Chlld s im-

pressions of and responses to the amount of teacher approval

and disapproval displayed for academic and social behaviors

by the child and by his classmates.
| A
S ﬂ
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’tatlve of each category.

'ifled student behaviors.

see, the items are simply stated, easy to read, and are more

Whaley and Loney

Here (Figure 2) is how the TADS relates to the modey
described by Prinz and Loney. We have.the various item
classes, and examples of the type of questions represen-

Items in the Teacher Approval-

Teacher Dlsapproval ClaSSlflCathn (Number I) cohcern them- -

|
selves w1th whether the teacher llkes .or doesn t llke spec-

Items in the Student Behaylor
‘Classification (Number II) deal with:teacher responses to

academic behavior jthe work that is done) or to social be-

"havior (the way the work is done, or the way the student . T

acts). Items in the Student Response Classlflcation (Numbex

III) center. around student happiness or unhappiness in the

i

classroom. - Finally, items can be classified .(Number IV) in - ~ ‘,_.

terms of whether they focus on the behavior of the Individual’ ~ - .
y . - .

L]

student respondent or of the Class as a whole.
In all, the TADS is a 23-item test presented in- the for-

mat shown in Figure 3. We chose th1s format for several rea-

sons. We ask the child to estlmate the frequency of teacher .

behavior, and to assess hlS own and the class's response.

This allows;more room for varratlon than simply asklng if a

behavior or a response occurs at all. And asking aboﬁt be-

haV1ora1 frequency.would seem to be a more useful and objective
:

way of measuring change than -asking about degree of llklng or

happiness on a "very_much" to "not very much"'scale.‘ As you

teacher-ceritered than child—oriented. For instance, we ask
the child to tell us how much of the--time the teacher likes
. :

/. : 34
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| DlSAPPROVAL SC LE (TADS)
. . CLASS OF ITEM SYMBOL EXAMPLE -
I. Teacher Approval - - l/\// The teocher hkes
' -Teocher Disapprov.al The teoc_her doesnt like....
II Acodemlc oo A ....tho'scﬁool work 1 do. °
Social (ocodem|c) //So ..the way | work. )
Social -.the way | act.’ o

i/ . ‘
]]I %smve Student Response/ "H  Inmy classroom- | am happy.
Negohve Student Response Un Inmy. clossroom | am unhappy

I

]1 Individugl Student
Class as a Group \

..the schoo! work | do

the chqol work
ﬂ?e %sg oes.

X
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FIGURE 3
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THE TEACHER APPROVAL—DléAPPROVAL SCALE (TADS)
: . ] © Jan Loney, 1974

-

. 1
. \ 4 —
. ) /
* 1. The Teacher Likes . NONE . | soMe Most | ALL i
« " . . . - . . . ’;
The School Work The Class Does. . . i of thetime of thetime | of the time | of the time
. ‘ ,
\ ——
hd - . :/ ‘
. 2, My Teacher Punishes Students. .. ... . NONE SOME MOST ALL
. of the time of the time of the time { of the time




Whaley and Loney

oxr doesn't like the way he or she acts, rather than asking

"Does the teacher- llke you?" or."Do you like yourself?"

When introducing the TADS*xn a classroom, we explaln to
the children that we are 1nterested in what really goes on
in classrooms, and we assure them that their answers are

confidential. To date, we have had no dlfflculty enrlstlng

-children's cooperatlon, and we believe that for the most

part their answerslare.honest and representative of their v
observations and feelings. We have been able to get mean-
ingful data from children as young as tirst»%raders, and we
have found that hindergarteners understand the questions,

if not the format. ‘ | - -

After d~51gn1ng the TADS, we addressed ourselves to the

questlons of rellablllty and valldlty. Previous research on

‘school attitude. 1nd1cates that glrls have more pos1t1ve at-

titudes toward grade 'school than boys and that younger ch11d-

ren have more positive attitudes than older child;eh. Figure

- 4 shows the disttribution of response to the‘TADS'dhestiOn i S

enjoy being in this class" across five grades for boys and

girls. As you see, girls say they enjoy the classroom exper-

ience more than boys do, and this difference in enjoyment de-

clines with age. In this particular example, the girls' level
of enjoyment drops significantly over the five grades. These

data were obtained at an Iowa grade school prior to any class~

room intervention, and they would seem to be one fairly good

indication that the 'item does tap school attitude.

=~
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-'praise and per§Ona1 punishment decllne sxgnlflcantl_ across age: ‘}

'Whaley and Loney : ‘ C ., 4

/3_ Flgure S shows the dlstrlbutlons of the items "Mv teacher
Zpralses me" and "My teacher punlshes me" across the same sam=-
ple of children. It 1s known that boys typlcally recelve the .

bulk of. teacher dlsapproval and punlshment, especlally for.

‘proval, tends to be glven most often to glrls. As you se’ . /fj

Havxng establlshed expected dlfferences'of thls sort :

betWeen\sexes and age levels, we then‘sought to establish

. ff'\ whether the TADS would d1scr1m1nate between children with o Lo

© . -

» as parﬁ of’ another project, ‘we had”asked each of 15 grade -

: behav1or problems and tho§e w1thout. The prevxous pfing, .

C -y

_"' Y Y -
school teachers to 1dentafy for us five chlldren ln their - -
» ‘e
-class, whom‘they could\call "hyperactlve and who dlsplayeﬂ

o -

classroom 1earn1ng aﬁd behaV1or problems. The next - fall we

aﬁmlnlstered thé TADS to all the. children and found these

., -

dlfferences (Flgure 6) between teacher-ldentlfled hyﬁbractlve

e

0 boys and thelr normoactlve male’ controls. The chlldren were

K

» in the°next grade by that tlme, *in dlfferent classrooms with . '\

@

dlfferent teachers~than those who flrst 1dent1£1ed them as’

hyperactlve, but as you see, eight out of a poss;ble eleven

»

personal items discriminate szgnlflcantly between the two

-

groups, while only one of the general classroom items does
; C e N

so. This leads us to believe that the TADS is sensitive to

differencés between-children, that children with behavior
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FIGURE 6
* TADS Items Which Ijifferentiate Between Teacher-Identified Hyperactive
Boys (N = 39) anc Their Normoactive Classmates N = 91)

.- Item . - Class - 'HA CON - ° E
- . » ~ - ‘ - - - . c,
The teacher likes o ;
the work Ido A1 1.35, 1.86 "8.21"
-The teacher likes . o .
the way I work - ASa I 1.41 1.86 . 5,98
The teacher likes ) ‘
the way Iact o AS I 1.28 © 1,93 1?2.'86"' n
-' ) - M - ' ‘ kA
My teacher _ . o
praises me . . Pr I 1.20 . 1.60 - 4,37"
The teacher doesn't like" . » ‘ ‘ .
the -work I do _ _ DA I . 1.55 1.07 6.89"
- The teachlr doesn't like L.
the way I act ‘ DS I 1.46 0.93 8.29"
B " . ‘
My teacher ) _ . . . |
punishes me . ‘Pn 1 1.28 0.69 12.01*" 1
. ) i
I . . i
. N 3 |
In my classroom | o :
I am unhappy . Un I . 1.68 0.94 . 12,61 .
My teacher ) ’ . .
praises students ' Pr. 1,31 1.80 5,82¢

Q

"p_ less than .0S .
"'p less than .0l ’
~"'p less than .00l ‘
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- Whaley and Loney ' . 5

problems feact personally to the classroom environment, and
that this reaction carries over. from year to/;ear.

_We have administered the TADS as a pre- and posfdinter-{
vgntion measﬁre in several school settings, wigh diffé;ent
groups of children, both &t the elemeniary and sécqndary A
level. We have used it with behavior-disordered adolesbents
wﬁo_were da?-péﬁients a£.OUr Childxﬁéychiatry Seryice, an§ '
we are using it in a follow-up study of médically;diaénosed
hfperkinetic children.‘ W% have demcnstrated that, just as
the TADS is sensitive to differences between children, it is
aléo,responsive.to differences between #ehchers and té chapgés
in teacher.behavior produéed by in-service training in he%av—
ioral principles. -

" Of course, we are still in the early stages with this
instrument; for’inétance, we are currentlj using factor
pna&ytic techniqdeé to further fefiﬁe it. Depending_on these’

:developmenés, practiqél applications of the scale could in-

"clude its ultimate use in program evaluation, teacher education,
§ . . N

and scheol attitude research.

(ﬁt this stage, we kqow that with our overall in-sefvice
training program we can demonstrate changés’in teacher be-
. ﬁavior, and thaf*the behavior of students gggg éhangé. So
we don't need the TADS to help get us from teacheflbehavior
to chi;d impact in Figﬁre 1. We now feel, however, that the
TADS does heip answer several‘even more crucial questions:

'e.gl, "How do we know that what the classroom observer sees,

i.e. more téacher approval, less teacher disapproval, more

) 42
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Whaley and Léhey

1

§tuéen£ dn-tegk hehavior, etc., is also.epéurring when the
observer is not in .the room?" [The prohlem of bfas being
!ihtrodgced by |an outsiéer watching a recordiqg is cer- . ‘ T
tainly a real|one in research of this type.. I% would seem

logical that if you get changes

I
in a measure lfke the TADS,

:; then what an observer records An the“way of chenge in teacher
e behavior is %Fobably happeh} g at other, nonobserved times !
. as well, Igfeffect, the TADS offers a second kind“of class-
,‘ ‘ room obs;ﬁgetlon, by ng the students as ob ervers.
;‘"' _ "Also; the TADS a&(iws you, after having modified teacher

and s 'dent behavigr, to see if you'have done so in a way

that the chlldren llked, to see whether they|/ had a pos;tive

attitude toward the change. We hope that, unlike many school

attitude medsures, the TADS will ultimately allow us.to make
. vefy exp;i;it suggestions to teacherskabout‘their impact--

about what in their teaching behavior is and what isn't

"cdmihg across" to the chlldren.
Behavior modlflcatlon, espec1ally classroom behaV1or
,/hodificationa.is being carefully sc;utinized these-days for’
its ethical ramifications. Critics Lave attacked the,fech- %
s, nique as repressive and as producing over-conformity. The ©

< : ) 7/
N rd

/ growing humanism behind such criticisms has served to pre- <

s " vent grim preoccupation with academic performance anq’beH%v-
ioral control by insisting that attention~be paid, to: the
child's response to his or her~educatioha1 environment ahd
experiences. There comes from.this a ratherlcompelling
notion, theh, that we should be eeking chiidfen how they
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respond to an intervention or a techniqqe, and not just

" watching them work, meanwhile presuming that they like or
doﬁ't like what's éoing on since we as ieééérchers, educators
or critics know best whaé's good for classrooms. Thus, in-
struments like the’ TADS ﬁay have usefulness iﬂ and of'them-

0

nsumers of-

After all, it is children who are the ultimate co
. ]

the préduct our educational system offers, and perhaps they

- are also the best available source of help as we evaluate our

efforts {o improve that prodﬁct.

-

1
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/ R Hyperkinesis in’ the Classroom:
If Cerebral Stimulants Are the Last Resort,

- . What Would Be a First Resort?

Y

Sincg at least 2% of all school-ﬁge chiléren are being
administered Ritalin or Dexedrine as a‘treatmeﬁt for the
Hyperkinetic Syndrdme (Sprague &\Sigptqr, i973),‘a large body of
researqh ﬁas focused on the efficacy-of these drugs as the

'érimary Freatment.. The results are‘SOntroversiél,.but many

feel that cerebral stimulants should be prescribed only as

$g

a last resort. One of the concerns with thesé drugs as a
treatment modality for hyperkinetic éhildrén is the frequency\
of such side effects as .anorexia, insomﬁia, stomach-ache, |
dizziness, etc. (Grinspoon & ‘Singer, 1973), which the
children are rarely asked about (Loney & Ordona, 1974).
Aﬂéther concern 1is the over—siﬁplified view of diagnosis and
treatment that drug use can perpetuate (Feighner & Feighner,
1974), and the fact €hat with this "keep it simple" attitude
noZindividual or group.of individuals has responsibility for
outcome (Mira & Reece, 1974} There is also the possibility
that the use of'stimuiants dL;iﬁg childhood may lead ,to .
growth .suppression (Safer, Al{en, & Barr, 1972) or drug
gbﬁse*ih later life (Topaz, 1971). In addition, it is par-

ticularly discopcerting to realize that no one really knows

[
\
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\

about the long-term effects of these drugs (Sroufe & Stewart,
I . : * / .

1973) . \ LT / -

_With thése concerns.constantly appearing in the liter-
ature, why are cerebral stimulants still being so frequently

. | ) -
prescribed? The factfis-that these drugs, when compared with

/7 .
" placebos, can produce{improvement in a number of the behavibra:\\\

symptoms commonly associated With hyperkinesis (Weiss, Werry,

tinde, Dogglaé, & Syﬁes, 1968; Knigﬁts & Hinﬁdn, 1969; Sleator
v : i
& von Neumann, 1974;f81eator, von Neumann, & Sprague, 1974).

|

attention span, for example, seems to be increased by cerebral
§ - h

| .
stimulants (Eisenberé & Conners, 1971), and measurements of

4

seat activity are also especially sensitive to medication

(Christensen, 1973; ¢hristenseﬁ & Sprague, 1973). But, the
real problem is thatiit is iﬁpossible to predict with any
degree of certainty lwhich children will have a favorable
response to médicétidp‘(Stableford, Butz, lasazi, Leitenberg,
& Peyser, 1974). The%efofé, some children may be started and
. maintained on a drug prc_ram when they aon't really need one.
recent evidehce usingfpgriodic‘placebo trials.indicates that
within two years app;é#imately 25%¢ of the children who had

an initially favorable response to medication are no longer

. helped by these arugs (Sleaéor, et al., 1974).

Since the use of cerebral stimulants as the sole or

even primary iontherm treatment for hyperkinesis does not

, - 47
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eem to be' supported by evidence (Mira & Reece, 1974) and
inkfact was never advocated by the experts in -the field,
éffective altefnates or supplements to drug treatment ére.
clearly needed. An important question .is whether a psy-
j: 'cholégica1 form of treatment might be a first resort-t£a£
could‘equal'or better the rg;ults of stim?Laﬁt medicafion.
To date, only a few studies (Christensen, 1973; Christensen
& Sprague, 1973; Stableford, et al., 1974) have,qirectly
compared behavior modification with drug therapy. Unfor-
tunately, this general lack of research makes it hard to
draw anything but very tenuous‘conclusions. _
Patterson, Jones, Whittier, and Wright'(1965), poubros
and Danielsi(l966), and athers have reported sucéessful use \
of beﬁévior therapy to.ihprove classroom'behavior of indi-
vidual hyperkinetic children. Poor attending behavior, one
of the primary symptoms of hyperkinesis, has been shown t6
be amenable to modification by the manipulation of conse-
qéencgs in the environment (Allen, Henke, Harris, Baer, &
. Reynolds,  1967; Hall, Panyan, Rabon, & Broden, 1968; Madsen, -
Becker,n§ Thomas, 1968). As Christensen (1973) says:
\\The practical imblications. . .are self-
evident. They suggest thét environmental
treatment programs can Se_more effective

than medication in managing the behavior

Qo (- : | ' 4}3/
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of children characterized as displaying
hyperactivity, hvperkinesis, minimal

brain dysfunction, tc. (p. 30) -

However, the usefulness of behaxior modification techniques

in out-patiént clinics remains unsubstantiated (O'Leaéx\&
; X

" Kent, 1974). Since most behéviéral research has been daQe

with highly selected populations in 'artificial settings,

there is a need for more systematic evaluation of social

)

" learning procedures before they can be recommended for . '

routine use in clinical settings (Patterson, 1974).

The present article describes one part (classroom
beﬁavioral management) of a pfojéct designed to compare the
progress of hyperkinetic childreq treated by means of cere-
bral stimulants with those managed through behavioral coun~
;eling of parents and teachers. The éoal was to increase
the aﬁpropri%te behavior of medically diagnosed hyperkinetic
childrén in %he regu%ar classroom. The treatment was doné
by a teacheé cpnsultant using what Caplan (19§4) callg
consultee-centered case coﬁsultation. d

The major focus is to improve the pro-
fessional functioning of the teacher.
Changeé in particular children are of
secondary‘concérn; however, it is assumed

that alleviating teacher difficulties

49
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(i.e., lack of ﬁq@erstandiné, lack'gf
skill, lack of self-confiﬁénce, or.,
lack of objectivity) will result in
impro;ed.behavior of the referred
child. (Meyers, 1973, p. 6)
~The 6bjectives of the intervention were (a) to rely
on social reinfércers,(apprdvql and disapproval) rather
than~extrinsic or material ones (candy,‘prizes, money,
etc.); and (b) to avo;d.techniques which require the
teacher to record behavior, which rély‘on electrical
.devices, which remové'the chilq from the regular.claSSroom,
of‘whicp subject him to-uncontrolled peer pressures. The
authors wanted to know if such an approaéh pouid be an
effectiQe firag\resort treatment for.the hyperkine;ic child.
Method
Subjects
All potential Ss were male outpatients seen by the
Chfld Psychiatry Service of the Univeréity of.Iowa College
of Medicine from October 1973 to May 1974. They'ranged.from
6 to'l2 years in age. Each had average intelligence and
attended a differé t school. To become Ss the boys had to
be diagnosed as having the Hyperkiﬂetic Reaction of Child-

hood by the Chief Psychiatrist, a man who has had extensive

research and clinical experience with this type of child.

.
v
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ﬁis diagnosis was based primarily on parental report of a
long history'of’hyperactibity, e.g., high activity level,
impulsivity, short attention span, etcs (Stewart Pitts,
Craig, & Dieruf 1966) The Hyperklne51s Index of the
“'Conneré Teacher [ Questlonnalre (Conners & Page, 1972),

shown in Table 1, was used to verify the dlagnoses.

A

Insert Table 1 about here’

Sprague, Cohen, and herry (1973),.using a slightly @ifferent
forﬁ of the Conners’' séale, state that a ‘score ever 14 on
the Hyperkinesis Index is indicative of the Hyperkinetic"
Syndrome. A}child with a score above this level is consid-

ered to be a potent1a1 candidate for cerebral stlmulants

(Sleator & von Neumann, 1974). In the preeent-sample, the

mean value of the Hyperkinetic Index for all cases was 20.6.

Only three.of the first six cases will be discussed
+hére. One was not included because his treatment was part
of a feasibility 1nvest1gat10n for the 1ntervent10n tech-

nique.!?

The second was excluded because hls treatment would
not add any new or reveallng data to the present d1:¥u551on,
although he increased his percent of t1me on—task from 58% .
to 70%. The third was not included because his teacher

felt, and the pre-intervention (baseline) observation

confirmed, that the boy was adjusting adequateiy at school.
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The mean score on the Conners' Hyperk1nes1s Index was 22.0
for~the three Ss reported, and 16.6 for the excluded cases.
Procedure _
Design. A pre-test (classroom observation), inter;
ventron, post-test (classroom observation) model was used
-for the stndy. Before  the initial ciassroom observation .
-the teacher was asked a series of qnestions about the S
and his classmates; On the basis of this interview three
boys were chosen to be observed along W1th the hyperk1net1c
target child. These three additional target boys were:
(1) Cohort, ‘a boy who is on the: go, eYC1tab1e, inattentive,
1nto everything, can't keep his mind on one thlng"-
.{(2) Average, "a boy who is typical or average-;n terms of‘
acti?ity fevel, achievement, intelligence, and peer accep-

i

tance": and\(3) Modei,,"a boy who is bright, cooperative;
/ .
and well 11ked by all". Since several children who most

:ciosely f1t each of these descr1ptlons yere nom1nated, the

teachers did not know which spec1f1c_ch11dren were chosen

to be observed.

observation Techniques.’ All observatlons were done in
. \
-«the 8's classroom, on a Frlday, by graduate students who

were- b11nd to the details of the study. The observers, as
welI as the general class act1V1t1es, were the same’ for

both the pre- and post-intervention observations. °
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The observation system was adapted from Madsen and

Madsen (1974)/, and an abbreviated version of the observation

 form appears in Table 2. Each form is 8 lines long, has 32
intervals, -and takes approximately fifteen minutes to com-

plete.” In every S's class a minimum of five observation -

¥ 2P, L
EEEN

Insert Table 2 about here

forms was obtained for both the pre- and post—intervention
\ . :

observations. This'yielded at least 40 intervals for each

2 purposes of this paper, all data have been prorated to

i

these levels. . ) -

'

of tne four children, and 160 for the teacher. For the

A L The observatlon sequence used by the observers was as i
rollows- observe child 1 (5 seconds), observe Teacher (5
seconds) , record both teacher and child behaV1or (10 seconds),

N observe Chlld 2 (5 seconds), observe Teacher (S seconds),

‘record (10 seconds); etc. All observers were equipped with

a pocket cassette. recorder, earphone (with Y-adapter for

¥reliabi1ity;checks), and a programmed tape to guide them

L]

through the observation form,

~

On the observation forms,'children's behaviors are,
divided into On-task or’ appropriate, and Off~task or inap-
) ) N

propriate. The four symbols at the top of :ach observation

X box are for scoring these behaviors.  The + is for on-task
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seravior. It is defined as béhaviorﬁépprob;}ate to thé
learning situation and classroom rules. Théothree reméining
codes are for differen;-types of off-task Béﬁavior. .The N
ig forAnoise, e.g., talking out or pencil tapping; the M is
fof motor movement, e.g., ou£ of éeat'or‘squirminé: and the
0 is.for passive off-task behavior, é.g., daydreaminéxor .
stargﬁg._ - ~
The' other eight codes in the observation boxes are for
teacher hehaviors. ,Thé four in capital letters are for
appropriate use of: ac?demic approval (AA), e.g., "That .
answer i§ correct, Chaélie"; social approval (AS), e.qg.,
"You're being such good listeners"; academic disapproval
- (DA), e.g., "That answer 'is wrong"; and social disapproval
(DS), e.g., “Elleg, be quiet." The four coded with small
A

letters are for inappropriate use of each of .the above;

~

e.g., aa'is for academic‘approval error (saying, "That
answer ¢is correct, Charlie" when it is actually incorrect).? ’
If none of these teacher behaviors occur in a given interval,
the interval is left blank. For the teachers of the three Ss
to be discussed, the mean percent of blank intervals was
77.80. “This is typical for teachers, observed by the 1Q§es- -
tigato}s. ' ST
The éuthors have conducted reliability tests (total

number of coded intervals agree)total number of coded intervals

O
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agree + total number of coded intervals disagree) with the

observation system. Average'reliability figures of 90.1%

for child behavior and 74.2% for teacher behavior were oBtained.

Intervention. The consultant had no individual contact

with the Ss. Since it was the teachers who implemented the

{%treatment plan; insuring their cooperation was érpcial,

C“,

The’téqchers were not volupteers, as is the cése'in many
studies, and they‘were not rewarded with.honey or given'
coursé credit for‘participation. However, the teachers
were offered both objective; non—thregtening feedback about
‘their teaching style and a way to manage their class more
successfully. Both of these pfovéd to be powerful reinforcers.
In the initial consultation following the pre-inter-
vention observation, the results of that observation were
.presentéd and explained to each teacher. The teachers had
the opportunity to compare the way they wanted to act((in~
Jéentions) with the way they were acting (observed behaviors).
During this first consultation the teachers were not given
any concréte suggestions, except to practice being more
positive and to ignore as many_minor diéruptions as possible.
This was done mainly to al%ow them to think about the impli-
cations of the first meetiné, and to givé them an opportunity’

\. to implement new strategies on their own.

W
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The subsequent consultations involved encouraging any
positive changes in the teacher's behavior and discussing
claQ;;53h~management. The general tone and flavor of
these meetings was much like\that described by Madsen,
Madsen, Saudargas, Hammond, Smith, and Edgaxr (1970). The
teqhhiques taught consisted of, but wer; nor limited,tél ;
elements of praise and ignoring, rules, and. class sﬁruc-
turé. Of these téchniqﬁes, the major emphasis was on /
praise gPr‘appropriate behavior. ‘ //

The‘first goal of treatment was to make teacherg
aware that hyperkinetic children do do good things, and

that when they do, gcod things ought to happen to them,

i.e., the teacher shculd oraise the child's appropriate

behavior. They were ;old that with a lack of approval for T
appropriate Séh vic_,\disapproval can serve as a positive T

‘reinforcer, andazgéidren may actually work to get it. Tha ="
eachers were also warned that when one changes an env1ron—'

J mental contlngenéy, behaV1or may get worseAbefore it gets
<, AR

..:;'i'_

better. In addthBQ\to giving prg;gé:for approprlate be-.
khavior, the teachers\Were-aégga éo limit the number of’

- ‘;-
disapprovals (reprimdﬁﬁS) directed toward the hyperkinetic

child and the class as a whole, i.e., to ignore some of
the minor squirming, Ealking, etc. and use disapprovals
only for major.violations of %Qe rules. They were told that
N\
A}
56\
\
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ignoring woyld be ineffective unless there was also approval
for incompatible (appropriate) behavior. |

Two other techniques were implemented in all the
classes. First, the teachers were urged to use soft repri-
mands  (0'Leary, Kaufman, Kass,‘g Drabman, 1970); second,
tﬁey were helped to establish Eiear rules and guidelines
within their classes, e.g., "Quiet talking is permitted",
"Raise your hand if you want’my'aétention", etc.

Béyond this, the consultative sesg}ons became very
_individualized. For example, Broden, Hall, and Mitts
(1871) report that self-recording by students is effective
’for increasing attending behavior and decreasing talk-outs.
One of the teachers tried this technique and found it to be
a ‘useful adjunct to the things she was doing. Also, part
of the consultant's time was spent discuséing other appar-
e9t1y unrelated topics. Teachers have expressed the idea!
that "It's nice.tp have somebody come around and show an
interest", and it may be that these positive feelings

enhance their #willingness to change their behavior.

Most, of the consultation sessions took place after

-,

4 ’

school and lasted about an hour. The duration of the tq;al
intervention period  for each case ranged from eight to
twelve weeks. The number of consultations was flexible,

with “a minimum of three and a maximum of six visits.
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Results and Discussion -

k -Case I. This hyperkinetic child was in.a 4<h grade
| e ) .

classroom, with 29 other students, in a rural Iowa com-
munity. :Thg,school was very traditional, and there were

not many special or extra services available. The specific

/results of this case can be seen in Figure 1.

Insert Figure 1 about here

Initially, the mean on-task level of the four target
children was quite low. The hyperkinetic targe£ child,
even th&ugh‘he had the lowest on—task level in the élass,
‘doesn't appear to be very different from_his classmates.
However, in this case reporting chi}d behavior only as the
percent of time on-task is misleading. Even though the
children's levels of off-task behavior“were approximafely
eqﬁal, there were distinct differences/iﬁ‘éhe tyées of
off-task behavior they displayed. The hyperkiﬂetic child
was fidgety, out of his seat, and noisy, while the other
target children were engaging in passive off-task behaviors,
e.g., daydreaming, staring, etc. Passive off-task behaviors
are not very prbductive; but at least they are not disrup-
tive, and they don't usually attract a teacher's attention

or cause a referral to be initiated.
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. The initial teacher behavior shown ‘here is typical.

Academic¢ approval and social disapproval are occurring

frequently, while academic disapproval and social approval

are very infrequent. 1In situations like this, the focus

?f the intervention is on increasing the number of social

approvals and decreaéing'the number of social disapprovals,

|
« \ . |
children with academic feedback. Across time (pre- to |
post-intervention), teachef‘behavior changed in the expecteg
direction; i.e.,isocial appréval increased and social dis-
'approval décreas%d.

In most eff%ctive behavior modification projects not
only does the teacher modify the children, the children
modify the teacher. That was especially true in this
classroom. When the teécher made a élight change in her
béhavior, the children responded by_alteriné their behavior.
The response of the children made it easier for the teacher
to maintain her new behav;srs and facilitated other .positive
responses on. her part. This could be called 5 benién rather
than a vicious circle.

with the change in teacher behavior, there was also &
substantial change in the behavior of the hyperkinetic

target child. He increased his percent of his time on-task

by 30%, a 60% improvement over his pre-intervention (base-
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s

line) obsgrvation score. The Ather children 5eing observed
exhibited similar improvement, thereby leaving their posi-
tions in the class unchanged. Althcugh the behavior of the
hyperkinetic child improved substantiglly, in some senses
Le may still bg ét the same relative disadvantage. K

' This finding is ﬁot unique. OEher‘reséarqh {Drabman-
&. Lahey, 1974) Has found behavioral changes in a target
‘chil@'s classmates even thougq thg classmates weren't being
treated. In the present investigafion the intervention was
not éirected solely at the target child, so one'shoulé

. !
expect the behavior of others in the class to change. By

e

observing a number of children in each class, it is pos-

sible té assess these carry-oVér“effects and to compare
behavioral patterns of different children within that Elass-
rooﬁ, i.e., there are in-cldss norms for a target child's,
behéviof. Since all classrooms are different, information

of this type could also be valuable in tailoring an indivi-

dual intervention program for a child in a particular classroom.

! %
Case II. This hyperkinetic boy (Tom) lives on a farm

near a small Iowa town. He was in a 5th grade class of .

sixteen children, and the results of his tréatment,ar£>//

Insert Figure 2 about here !

| T~ |
shown in Figure 2. Tom's teacher had organized her clgss so



toward Tom. Tom responded by increasing his on-task .level
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that the mornings were essentially individual study time,
while the afternoons consisted of group lessons, group
activities, and class discussions. While Tom was a little-

less disruptive in the morning than in the afternoon, the

‘teacher's: approval ratio (Approval/Approval + Disapproval)

to him didn't respond to this difference. She gave him no
more -approval in the morning than in the afternoon. However,

the classes' total on-task level was substantially higher

“than Tdm's; and the teacher's approval ratio to the class

reflected this discrepancy.

The consultant and teacher focused on the difficulties
Tom was having during study time; and as a result the teacher
édrastically changed the way she reléted tp Tom duriné thié
time. Her approval ratio increased from 9% on the pre-
intervention observation to 100% on the post-intervention
observation. She accomplished most of this change by reducing,

from 10 to O, the number of disapprovals that she directed

during study time from 62% to 96%. During the afternoon the

teacher's approval ratio to Tom remained low and his behavior

-

‘stayed at about the pre-intecvention level.

On the basis of available evidence (Wahler, 1969; Wool-
folk & woolfolk, 1974), one would probably not expect the

1

target child's new behavior during the morning study time to

61
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/

generalize to the group activities in the aﬁternoon. How-
. - " ) \ ;

ever, it wouyld be logical to assume that‘the\teacher, upon

seeing the child's improved behavior during the morning,

might change her behavior‘in the afternoon, especially since

A .
the principles taught during.the intervention were such
N i

general ones. Since that was hot the case, thisxepproach

AN

must not be as ."simple" or "generalizable" as it appears
t L : .
to be. To obtain positive results, careful follow-up and

good feedback are still neéessary.
This case was started late in the school year s¢ there

was not sufficient time after the post-intervention obser-
';
, vation for encouraging the teacher to utilize her .new be-

P

~ haviors in the afternoons.as well as in the mornings and

re-evaluating ‘the outcome.
. -

Case III. This hyperkinetic target child was .in a 3rd
grade class, with 20 students, in a.medium-size Iowa city.

Eighteen months earlier his teacher had been taught to use

behavioral techniques. The pre-intervention observation

Insert Figure 3 about here

(shown in Figure 3) indicates that the teacher was still
functioning very well, and that the class behavior was quite
" good. The teacher gave over twenty-five approvalé'and only

a few disapprovals. For the four children ‘observed, the
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average time on-task was over.BO%. However, the hyperkinetic
child was clearly, the most off-task, since even the cohort
was on-task as much as the éverage and model childreg.

.In this case the consu;tant.decided against ingeréention
because a vaniet&;of local support services Qas available.
The hyperkingtic child}s behavior was said to be steadily
‘improving, and the teacher was alréady implementiné many of
the Eehqvioral'techniques that would normally be taught.
Looking at.the second observation, one would be forced to‘
_think that the consultant had made ‘a poor decision. Thére
were twenty-six academic appiovals during the'pre-intervention
obsérvation and only six during the second observation. There
“were seven social disapprovals during the pre-intervention
observation and twenty-two during the second observation.
Teacher behavior seems to have deteriorated dramatically. At
the same time, the hyperkinetic child and the cohort increased
their percent of time off-éask.

What had actually happened was a naturally occurring
réversal. At the time of the second obsefvation the regular
teacher had a student teacher who was doing the bulk of the
tegching, and she was the one observed during the second
observation. The student teacher.was having difficulty
1

managing the whole class. As $he gave more social disapprovals

the .children were more off-task, and the conflict kept escalating.
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Unfortunately, the second observation was made during the
student teacher's last week in the classroom. With this time
cbhstraiﬁt; it wés impossible for her to learn and then
impiement the behavioral strategies. E

The change in teaching style from ithe regular to the
student teacher appears to have had its mos?gnegaéive effects
or the hyperkinetic child and the cohort. The cohort was

functioning excellently during the pre-intervention obser-

vation, but his appropriate behavior decreased drama%tically

during the second observation. Similarly, the hyperkinetic
child's behavior was more inappropriate during the second

observation than during the pre-intervention observation.

The average and model children, however, did not ;show a
£

real decrease in appropriate behavior. It may be that

such cﬁildren are more adaptable to new situations and .
better able to cope with negative environmental changes than
are "problem" children.
\ Discussion. The major strength of the described treat-
ment program probably lies in the way it fits the needs of
many class;oom situations. In mest classrooms, children are

rarely pg\{sed for good behavior; this is especially true

for the hypexkinetic child. Even teachers whc realize ‘that
éhey aren't sufficiently approving of appropriate behavior

find it hara\to praise a hyperkinetic child because they.

o - b4
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feel that it's impossibleito "catch him being good." 1In- .
stead, most teacher attention takes thé‘form of renrimands
ard disapprovals, but this is not whét teachers want to do.
- They wént to be positive. Almost all teachers say they
would like to be more approving than disapproving; but ~
when actually observed, only a small group of them ar;,truly
more positive'than negative. This is'why a consultant's
feedback about teéching style is so valuable to teachers.
Teachers want té know how they behave in thé classroom,
but "Unless they have a rare principal, éeachers seldom
receive airect, useful feedback about teaching" (Good &
Brophy, 1973, p. 34). . Showing teachers the d&sc;epancy K
between their intentions and their actions, if there is a
discrepancy, is also an effectivé-agent for behaviora} change.
Good and Brophy indicate that,
Teachers are m?st likely to change their /
classroom performance whenlthey are pro-
vided with information that shows a dis-
crepancy betweeﬁ what théy waﬁt to ‘do and
what they are doing (p. 34).
Unfortunately, many teachers don't understand that being pos-
itive is not only more satisfying and humanistic, it works.

Giving approval for appropriate behavior is an effective way

to reduce disruptive behavior (Becker, Madsen, Arnold, & =~
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»

. . 5
Thomas, 1967; Hall, Lund, & Jackson, 1968; etc.). "Once

teachers realize this fact, most of them choose to alter

their behavior. ) . '

The changes reported in observed teacher behavior may

only be a slight indication of the true ﬁagnitude of be- .
‘havioral change since the categories of observable teacher .

behavior have such low base~rates. Only teachers' verbal S

behavior was Scored routinely, and because of this other

-

teacher behaviors (gestures, touches, expressions, eta.) *
were partially unrecorded. However, the observed charnges

in teacher behavior are associated with signifi int changes
- _

in child behavior, so it may be that the change in verbal :

behavior is by itself quite powerful; or, the change in ' >
verbal behavior may be an indication of similar changes iﬁ_

the other more subtle aspects of teacher\behavior. .Observer

drift, observer bias, and obserQee rqﬁctivity:are just a few‘

of the related problems with using naturalistic observatiodns

55 a technique for gatﬁefing déta.  For a complete diééussion'

of these concerns; interestedlpersons should reaé tﬁe ex-

Consultee-centered case

* cellent review by.Johnson and Bolstad (1973). :
i The evidence seems compelling.
|

consultation can ke an easy, effective treatment for clinically
]

di.agnosed hyperkinetic boys. But should it be the first

resort? There are a 'number of concerns with behaviqr'modifi—

.
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v . .
cation programs and, while they should not be” taken lightly,

one -of these concerns seems to be as serious as the ones’

-

" possibly associated with th& long-term use of cerebral.

stirulants.

*

-However, even if all of the difficulties with these
tvo treatments for hyperkineSis are totally ignored, behav— .
ioral management stiliLhas at least two distinct advantagesm

tnlike.medication, behavior modification often has a direct .

- . . * !

. . beneficial effect.qm the classmates of a referred child.

: | .
e \ also, behavior modification can be used as a preventive

measure. Before any "problem" child is labelled, referred,

s

.- iqentified, or even noticed, a classroom teach r can be
]
uSing behaVioral techniqueS'that will maximize each child's
. =chance for success, and possibly prevent some problems

"
o

from developing,at all.
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Footnotes

lIt is worth noting that this boy increased his percent

of time on-task (46% to 71%) during the course of ‘treatment.

2For 2 detailed discussion of all the codes and their

definitions, see Chapter 9 in Madsen and Madsen (1974).
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.'§ Table 1

The Hyperkinesis Index

Teacher Questionnaire
TEACHER'S OBSERVATIONS

Information obtained _ . - by
Child's Name Month Day ' Year

DEGREE OF ACTIVITY

0 . 1. 2 3
| . . Not At Just A Pretty Very

. . All Little | Much Much

1. Restless in the "squirmy" sense, /

2. Demands must be met immediately,

3. Distractibility or attentxon
span a problem.,

4. Disturbs other children.

5. Restless, always "up and on
\ the go."

6. é&citable, impulsive.

H7. Fails to finish things that
' he starts. -

8. Childish 4nd immature.

- . L. . |
49. Easily frustrated in efforts. : .

l;o. Difficulty in learning.

N
<
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Table *\:\e

Teacher-Child .Observatioh Form

- (Abbreviated)
Observer ' : Teacher
Reliability Observer Time: Start . End
Date Grade — Page —— of -
\ j Activityl UNE| cHito 1 | com. {cHitD 2| com. | cHiLD 3] com. |CHILD 4| coMm.
) i + NMO . |+ NMO 4+ NMO + NMO
R ] AAAS e ds AA AS 0 s AA AS da ds AA AS €0 ds
*..~' - jeo os DADS - loe es DA DS foo es OADS jos 04 DAD
o
n
3
\‘\
4
N
5 e

Q /
76
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